It has been suggested that the "Digital Age provides an opportunity to revitalize and modernize legal education and to make it more individualized, relevant, human, and accessible". 1 
INTRODUCTION
In 2000, three respected American clinicians were invited by the Clinical Law Review to consider the issues they regarded as important to the future of clinical legal education. Based on these criteria, the absence of a client disqualifies a program from being described as 'clinical'. Pro bono placements, simulations, and externships that do not involve advice to, and representation of, a real client would not qualify as a clinical program.
While historically the existence of a client in the law student's activities was critical to a determination of whether the activity could be considered 'clinical', the primary focus of clinical legal education has shifted to place a greater emphasis on the student's learning experience. within its definition of clinical offerings, we do apply a broader definition of 'client' than that used by Evans, Rice and Coss. For example, a student externship at an independent law reform body whose notional 'client' is usually broadly defined as a state or federal government would warrant the designation of a 'clinical placement'.
Further, if a student was placed in the legal policy unit of a community legal centre, 27 such a placement would still be considered 'clinical' notwithstanding that the student would not interact directly with the centre's clients. Finally, law students involved in a Street Law unit would, at least as we apply the definition, be considered a clinical legal education program. 
Why online legal education?
As Noam observes, the lecture method of face-to-face teaching, which requires the physical aggregation of students in one place, "remained remarkably stable for 2,500 years".
48
Noam argues that, with the advent of information and communication technologies, the predominant paradigm is breaking down. 
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Another factor placing strain on the traditional mode of face-to-face teaching is the increasing demand on a law student's time. Gone are the days, at least in Australia and we suspect elsewhere, when most law students studied full-time and worked only in the university breaks. Today, students juggle a variety of commitments; work (often full-time), family and social. An increasing number of students want to study at a time and in a place that suits them, not at a time and in a place mandated by the university.
For students living in rural, remote and regional centres without a tertiary institution, undertaking a degree online is a viable, and often the only, way to attend university.
In Australia, students living in such areas are less likely to attend university than those living in larger cities.
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This is due to a number of factors, including the comparatively While it is too early to ascertain whether the advent of the Digital age will mark a comparable milestone in human political and social evolution, there are some interesting parallels between the advent of the printing press and the rapid development of the internet and its offshoot, online education. Of particular note in the context of this article is the ongoing resistance of admissions bodies in recognising law degree programs offered fully online, and of academics in engaging with digital technologies.
As Briggs and Burke note, "the triumphalist accounts of [Gutenberg's] invention were
matched by what we might call catastrophist narratives".
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Those whose perceived self-interest was affected by the new technology -publishers of hand-written texts, and the churchman and wealthy who enjoyed a virtual monopoly on literacy -did not embrace the printing revolution.
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This notwithstanding, the gradual ubiquity of the printing press was a catalyst for change, 63 and it can be anticipated that both the use of, and rapid advancements in, digital technology in the twenty-first century will school that provides a Juris Doctor ('JD') degree fully by distance education.
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As the ABA warns would-be lawyers on its website, "earning an education completely via distance education may drastically limit your ability to sit for the bar in many states".
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Despite such a significant deterrent, a number of unaccredited law schools offer online JD degrees, with graduates who wish to practice law sitting the bar exam in jurisdictions, such as California, which permit them to do so. As shall be discussed in greater detail below, an online component of a clinical legal education program changes the way in which students interact with clinical faculty, other students working on the same project, and a client (if there is one). Such interaction involves the use of information, communication and instructional technologies to facilitate the unit's educational objectives; and in particular the process by which students reflect on their experiences. The way in which clinical faculty interact with site supervisors at the clinic or placement also is affected.
Rewards and risks of online education
An assessment of the rewards and risks of any form of education is often subjective, influenced significantly by the way those making the assessment were taught, the 73 For a discussion of the Zoom Web Conferencing Service see: https://zoom.us.
stereotypes to which the assessor subscribes, 74 and the degree of self-interest involved in the assessment. Generally, however, the perceived rewards and risks of online education tend to be described as follows. 75 Table 1 Providing an environment where students, and in particular mature aged students, feel they belong.
The loss to the student of the 'on-campus experience'. 77 Encouraging innovation in the way students learn, and in the way academics teach, through the use of an ever increasing array of educational tools.
The negative impact online learning has on the traditional paradigm of the classroom and the academy. In this assessment of the rewards and risks of online legal education, it is important to note that the authors of this article cannot be described as either 'enthusiasts' or 'naysayers' when it comes to online legal education. According to Rosenberg, 'enthusiasts' are "true believers in technology, and they are certain the future has arrived with online classes, programs, and universities that promise, and deliver, a cure for much of what ails the modern education enterprise".
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'Naysayers', by contrast, are "sceptical of any technology that interferes with face-to-face human interaction, and they worry about the danger of online learning". It is the authors' view that greater use of technology in legal education is inevitable, 80 but like Gutenberg's printing 'revolution', the realisation of the rewards of online learning will be more of an evolution than a revolution. In particular, unless the movement to online learning is carefully managed, it simply will mimic online the standard, traditional, practices that have characterised the face-to-face teaching it replaced.
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Maharg and Muntjewerff describe this as 'profoundly paradoxical'
because "technology is used by an institution to avoid change by allowing the institution to appear to embrace change through the introduction of new technology".
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Given the movement of courses online, the ability to challenge the dominant paradigm then becomes more difficult. synchronously through the online platform. This results in little control being vested in the student. Student's simply work their way through course materials in a set sequence, much as they did in a traditional face-to-face lecture.
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Such an approach can be contrasted with interactive learning where students work together, either synchronously or asynchronously, through group learning activities to explore information and solve problems.
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For example, in the Indigenous Justice stream of CDU's clinical unit, discussed below, students working on a tort class action collaborated synchronously in a wiki to draft documents, and communicated using both the text and chat functions in Blackboard Collaborate.
Adopting a traditional approach to teaching may be the result of inadequate training in online course design, 86 or simply a desire to take the least arduous path to achieve an outcome (teaching) which, in many institutions, is still not valued as highly as other academic activities; in particular research. Whatever the cause, such an outcome will not result in the 'cure' to the pitfalls of traditional teaching practices envisioned by the enthusiasts. These numbers compare to at least one other Australian regional university offering online law degree programs. While the data is somewhat dated, Collins noted that in 2008 that only 32% of the University of Southern Queensland students were under 25 years of age, and 70% of students enrolled in the law degree program studied in a 87 'School leaver', as that term is used at CDU, means a commencing student whose highest educational attainment before commencement of their course enrolment was a completed final year of secondary education in the academic year or two years prior. 88 Of the total of 855 students, 302 (41.29%) studied full-time and 502 (58.71%) studied part-time. 89 In almost all Australian law schools, students can commence their law degree program immediately after completing their secondary education. The exception is Melbourne University Law School, which offers only a JD degree taught at a graduate level. Further, it goes without saying that sitting alone in front of a computer is a very different experience to physically attending (or teaching) a class full of one's peers (or students). In the virtual classroom, interaction tends to be more stilted, although again advances in technology will continue to narrow the gap between online and face-toface communication. In particular, continued advancements in the integration of audio, video, whiteboard and chat facilities in online educational software will improve the students' learning experience. should become standard components of a welldesigned online unit.
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The use of such tools and teaching methods will help to alleviate, but not eradicate, feelings of isolation.
Admittedly, such methods and tools are not the exclusive purview of online instruction. In the latter part of the twentieth century, such methods and tools have been used increasingly by Australian legal educators teaching on-campus students. The catchment area simply is too small to support an on-campus only law school, as evidenced by the fact that only 19% of CDU law students study oncampus or in mixed mode (both on-campus and online), and 81.05% study fully online.
The size of the potential student catchment area, together with the large number of law schools per capita 104 and the fact that Australian students tend not to travel interstate to attend university, means that law schools in regional centres have had to embrace online learning. For many, including CDU, it was more a question of survival than choice.
The provision of an online law degree program vastly expanded CDU's ability to attract students. As at 2015, the home location of CDU law students, as defined by the For a law school perched at the top of Australia, the movement to an online law degree program was critical to the law school's continued existence. If the Northern Territory wanted its only university to have a law school, an online degree program had to be included in its suite of offerings.
Online clinical legal education at CDU
As has been noted above, CDU has developed a legal clinic elective for online and oncampus students. In this section, we discuss the development of the unit, the assessment regime, the unit learning outcomes and the experiences of students Enrolment in the unit is limited based on the number of placement sites and the capacity of the particular site to accommodate students. Students apply for admission to the unit and are required to submit an expression of interest outlining the aspects of legal practice in which they are interested, and why they wish to undertake Legal Clinic. If accepted into the unit, students are allocated to an organisation that matches as closely as possible their interest in a particular area of practice. Further, students are required to sign a confidentiality agreement in a form approved both by CDU and the placement site. The ethical issues surrounding client confidentiality also are explored in the first of the weekly legal skills workshops, discussed below.
The host organisations include local Darwin law firms undertaking pro bono work, local legal non-governmental organisations ('NGOs'), community legal centres interstate and international organisations involved in pro bono legal assistance. Both online and internal students are accommodated at the placement site and, as is discussed below, online students have been accommodated in all but one placement site.
The streams, and the organisations that took part in the program in 2015, are outlined below, together with a description of how online students participated in the program.
These streams constitute the Legal Clinic unit being offered in the first semester of 2016.
Environmental law stream
Students have been placed with one of two organisations:
1. the Legal Response Initiative, which is an international pro bono organisation that provides advice to developing countries on climate change obligations under the United Nations Framework on Climate Change and working groups associated with the Climate Change Convention; and 2. the Environment Defenders Office of the Northern Territory, which is a Northern Territory based community legal centre specialising in public interest environmental matters and access to justice.
Online students placed in both organisations communicated with their supervising lawyer via skype, email and telephone. Documents were shared via email in accordance with the site's policies regarding client confidentiality and secured document transfer, and online resources were used for research purposes. Within the Environment Defenders Office, students had the opportunity to sit in on a client interview by phone (with the client's permission).
Refugee Law stream
Students were placed with a local Darwin law firm within the firm's pro bono refugee law program. The placement site accommodated one online student who was partnered with a local student. The students undertook research on a current case being handled by the firm, and observed the supervising lawyer in court. The online student attended court hearings online via the Federal Court's video-link system. The local, but not the online, student also observed client interviews.
Internship with Reprieve Australia
This placement site accommodated one online student who took part in researching and drafting a submission to the Joint Standing Committee on Foreign Affairs and
Trade on the topic of Australia's advocacy internationally for abolition of the death penalty. The student was supervised by a member of Reprieve Australia, and a CDU academic with experience in death penalty cases. The student's work reflected as closely as possible international legal practice involving the drafting of policy based reports and submissions.
Indigenous Justice stream
The Indigenous Justice stream had three components: As with traditional externship placements, students were supervised by a lawyer within the organisations as well as by a CDU academic who met with the students, either face-to-face or online, regularly throughout the placement. The students' placement experience also was supplemented by weekly legal skills workshops. Such workshops were presented face-to-face for on-campus students and online using Blackboard Collaborate for external students. The workshops covered practical lawyering skills such as client interviewing, mediation, working with interpreters and legal research and writing skills.
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Professional responsibility issues such as legal professional privilege and maintaining client confidentiality were addressed, and the workshops also provided an opportunity for students to share with each other their experiences at various placement sites.
Assessment
The assessment consisted of a reflective journal, worth 70% of the final mark, and an essay, worth 30%. The reflective journal was used to enable students to analyse critically how knowledge and skills acquired through the study of law related to the legal practice setting in which they were placed. In particular, students had the opportunity to reflect on how their legal knowledge and skills could be used to achieve social justice outcomes. The reflective journal also allowed students to reflect on their personal motivations for studying law, and their goals and career aspirations.
Finally, it provided students with a record of their personal and professional growth during the course of the placement, and, hopefully, equipped them with the skills to be a self-reflective professional.
Once the weekly entry in the students' reflective journals were completed, they were submitted, either by email or through the submission function in Blackboard Collaborate, to the academic responsible for the stream. Students received weekly feedback on their journal entries. Further, the students' well-being, skill development, placement experiences, and communications skills were monitored through their reflective journal entries. 110 That timely and relevant feedback enhances student learning and their learning experience is undisputed, 111 however, a reflective journal also assists students to understand the subject matter, 112 and develop their legal identity. 113 Students had the opportunity to amend their journal entries after receiving feedback from the CDU academic responsible for the unit. This was critical as the purpose of the reflective journal was both for formative and summative assessment.
114
The revised journal was graded at the end of the semester with input from the supervisor at the placement site.
In addition to the reflective journal, the individual student's well-being and experiences at the placement site was monitored in regular meetings between the student and the CDU supervising academic. These meetings took place either by phone, in person (if possible), by Skype or through Blackboard Collaborate.
The assessment rubric and 'prompt' questions for completing the reflective journal, adapted from Burton and McNamara's article on assessing the skills of reflection, 115
were provided to students at the beginning of the semester. Students also were given a guide which covered the purpose of reflective journals and instructions on how to complete the weekly entries.
The second component of the assessment tasks used in the unit was an essay question.
The essay questions were set in consultation with the students' placement site and related to a piece of work that the student was expected to undertake during the placement. The essay question was designed to assist students to gain a better understanding of the concept of social justice, in addition to being of benefit to the placement site.
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Feedback from the pilot unit At the conclusion of each semester, informal verbal feedback and formal written feedback was sought from the students, site supervisors, and CDU academics who participated in the program. Of particular note was the difference in the students' experience of the program.
115 K Burton, J McNamara, 'Assessing reflection skills in law using criterion-referenced assessment'. While it was anticipated that experiences would differ depending on whether the student was a local or online, such a difference was not reflected in the feedback.
Rather, student satisfaction was influenced by such factors as: the ability to work collaboratively with other students, whether online or local; the allocation and explanation of set tasks by site supervisors; and the receipt of timely feedback from site supervisors and academic advisors. In this regard, the feedback received was no different than what might be expected from an externship unit that did not accommodate online students. 117 Local and online students who were allocated a placement site as part of a student group, and given set roles within that group, reported the highest levels of satisfaction with the program. Conversely, those students who were placed individually with an organisation, either locally or in an online externship, reported feeling isolated and unsure of their supervisors' expectations.
Strategies used to address feelings of isolation included increased CDU academic monitoring of the students, and facilitating student discussion of their experiences at the placement site as part of the weekly workshops. As a result of these strategies, students reported decreased feelings of isolation, and increased feelings of being a part of a common endeavour. Further, those students who were not placed at a site as part of a group also made efforts to continue contact with other students placed alone.
Finally, the students reported high levels of satisfaction with the primarily online communication methods, subject to timely feedback from supervisors. Students living in rural and remote areas were particularly satisfied with online communication and online placements.
Supervisors generally were happy with the provision of online supervision, although the CDU staff responsible for the unit had to work closely with site supervisors to explain how the online platforms worked. Some of the other initial issues that needed to be addressed included ensuring confidentiality, software compatibility, internet connectivity and scepticism arising from the supervision of students that the supervisor had never met in person. Once the supervisor's unfamiliarity with the technology was addressed, however, and the supervisor met the online student using the video-conferencing facilities, such initial reluctance was overcome. 118 To take but one example, in the Indigenous Justice stream the supervising lawyer in the tort class action case took part in the first online Blackboard Collaborate workshop session with students. Such participation demonstrated to the lawyer the capacity for synchronous engagement with students through the use of Collaborate's audio, video and chat facilities. Subsequently, the lawyer was able to interact both synchronously and asynchronously with both local and online students using phone, email and Collaborate. He also was able to monitor the work done by students, and the studentto-student interaction, on the Smartsheet data entry system 119 used to organise the voluminous documents pertaining to the case.
Lessons learned and possible refinements
While student feedback indicated that students generally were satisfied with their experience at the placement site even if they are unable to experience immediate interaction with clients, increasing opportunities for such real client interaction was one refinement that has been identified as a worthwhile goal by CDU staff involved in the various streams. Consequently, ways to expand Legal Clinic to increase external students' opportunities to interact with clients are being explored, including: For clinicians dedicated to instilling in our students the skills, both practical and ethical, that they will need to practice law, the advent of digital technologies has indeed provided us with a Gutenberg moment. Through advances in communications technology, a placement site now can be located anywhere in the world. Through advances in video technology, a student now can conduct an interview with a client located in another city, state or country. In the future it can be envisioned that, subject to local student practice rules, the provision of adequate supervision by site supervisors and the technical capability of individual courts, a student in a remote region of Australia could appear in a court in any Australian city.
In Australia, it can be anticipated that law schools situated in regional areas will pioneer the use of technology to change the way our students learn, and the way in which we as legal educators teach. The challenge for any law school incorporating technology into its clinical offerings is to ensure that the rewards are maximised and the inevitable risks minimised. In particular, great care must be taken to ensure that a student's feelings of isolation, which is an inherent risk of online learning, are minimised.
The greater use of technology in legal education is inevitable, and it makes sense to harness the benefits such technology provides to expand the scope and content of, and student participation in, a law school's clinical offerings. While this article has focused on developments in Australia, clinical legal education is a global movement and the inherent benefits of online clinical legal education are not defined by national borders.
While each country faces unique challenges in terms of accreditation of online degrees, access to a fast and reliable network, and access to the resources necessary to implement online degree programs, it is our hope that CDU's experience will assist others considering the implementation of online clinical opportunities for law students. How such a change is effected will be both a significant challenge, and an exciting opportunity, facing clinical legal educators in the twenty-first century.
